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        This collection of teaching innovations and experiences, highlights a wide range 
of perspectives and practices from five researchers and educators with various 
backgrounds on the present and future of ELT both in Japan and in international contexts. 
Covering diverse methods, materials and learning environments the authors aim to bridge 
the gap between theory and practice by exploring how culture specific, multicultural and 
culture sensitive methodologies are adapted to local situations. The focus is primarily on 
the following; developing intercultural communicative competence through local student 
initiated and controlled ethnographic research, understanding how mainstream 
pedagogies are often inappropriate in peripheral contexts, comparing aspects of ELT in 
North America and Japan, using multicultural content such as literature and poetry 
effectively to develop cultural awareness, contributions of Canadian Applied Linguistics 
research on the field of ELT and in conclusion suggestions for turning language 
input/output theory into practice, in order to develop speaking and listening skills will be 
made. 
        Teachers, school administrations and even the Education Ministry in Japan have 
enacted many innovative educational plans and programs that are unfortunately based on 
incorrect assumptions about students’ academic abilities. As can be seen by international 
comparisons of academic performance, not all students are made the same; culture-bound 
educational approaches and experiences determine how students’ academic abilities are 
nurtured and developed. Therefore, it is naive to think that successful academic programs 
can readily be transferred from a foreign education-culture into Japan’s education-culture 
without considering the pitfalls arising from student academic and cultural differences. 
Themes brought forward in this description, also raise questions regarding several 
oversimplified culture/language connections.  Topics discussed help to expand on ideas 
regarding the clash of education-cultures and describe how divergent student cultural 
attributes and academic abilities impact on successful educational program 
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implementation. ELT guidelines, curricula, textbooks and other materials have in recent 
years often advocated combining language and culture.  However, a number of problems 
are raised by a focus on culture.  First is the lack of a target culture that can be so 
unproblematically linked with English language. Second, conceptions of culture are often 
under-theorized or static.  Third, even if culture is defined, it often tends toward one of 
these conceptions: 1) language/culture as a tool for students to succeed in an increasingly 
globalized world or 2) language/culture as a personally enriching experience that 
broadens student’s perspectives while deepening their humanity.  In these conceptions, 
culture becomes the additive element through which form in language teaching and 
learning is balanced by content. Having students interact with and actively engage culture 
as part of language learning is key to developing a practical intercultural component to 
any curriculum. 
 
Diversity in Language Teaching, Greg Strong 
        In terms of language teaching, one aspect of diversity is that Native speakers 
teaching at Japanese colleges and universities undertook their graduate degrees in an ESL 
setting, in universities in Australia, Canada , Great Britain, New Zealand, or the U.S. 
Where the degrees were undertaken online or through correspondence, the courses were 
mostly based on research and descriptions of teaching in ESL environments. These are 
quite different from the teaching environment that these teachers encounter in an EFL 
setting such as Japan.  
        Three main differences will be discussed. First, there is the professional standing 
of an EFL teacher in Japan versus that of a typical ESL setting in the U.S. Secondly, there 
are the types of English courses offered to language students in both settings. Third is the 
factor of student interest in language courses. 
        As for the professional standing of language teachers, those working in English as 
a second language are generally in a poorer position than language teachers in Japan. 
Waddell (1993) has described the characteristics of many Japanese college and university 
classes in which English is taught. For the most part, it is a required freshman subject in 
university departments and classes typically consist of an English conversation course 
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and one in reading and translation, and in many institutions, additional classes in writing 
in English. Due to these requirements, there are many English teachers in Japan and 
usually full-time professors attached to English, Business, Law, and Communications 
departments in many universities (Jannuzi & Mulvey, 2005). As a result, teachers with a 
graduate degree in TEFL or similar language specialization are given equal status with 
teachers who have other academic specializations. In contrast, in the U.S., and in Canada, 
this is not the case. TESOL (2003) notes that many of the new positions in colleges and 
universities are in the area of second language teaching and these are part-time or adjunct 
positions with no tenure and limited possibilities for faculty development, or even 
advancement within a department. Part of the problem is what Eskey (1997) describes as 
a type of ghetto for language teachers who are most frequently affiliated with institutes 
associated with universities, but lacking their resources, prestige, and faculty status. 
These institutes have become “cash cows” in many universities, but as affiliates rather 
than university departments, their personnel see little of the money that they bring to their 
universities in terms of increased enrolments, and even student fees for remedial 
language classes.  
        A second aspect of language teaching in the two environments involves the 
limitations of both situations. In Japan, English courses are often compulsory, so in many 
academic departments, they are not very popular. Students may be quite unmotivated and 
see little practical need for learning a language that they will likely not use much in their 
professional nor personal lives. On the other hand, while students in an ESL environment 
obviously can see the need for using English in order to participate in the English-
speaking environment around them, university ESL courses are rarely offered for credit. 
Most universities only offer academic writing courses for credit toward college 
graduation, or at most, a single semester oral language course. Unfortunately, Cummins 
(2007) and other researchers in the field of ESL have noted that acquiring the necessary 
academic language in order to do even academic work at the high school level takes a 
number of years to develop. So while students are struggling to acquire English, they 
must do so at their own time and expense with few course offerings at university and a 
very small number available for credit.  
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        Finally, much has been written about the lack of motivation that many Japanese 
learners have toward learning English. In part this is due to the type of language 
education pursued in most Japanese high schools which emphasize translation and the 
study of English grammar instead of communication in English (Katsumata & Daniels, 
2007). Later, in university, there seems little point in studying English as there are few 
opportunities for its use with native speakers and on the job, there are relatively few 
opportunities to use it, either. But what is often overlooked is that an ESL education can 
be demotivating as well. International students who fail to attain high enough TOEFL 
scores to enter a university must take several ESL classes in order to qualify and if their 
mark is not high enough, then they must re-take them again. Obviously, the same is true 
for landed immigrants and other students with English as another language.  
        In these ways, one can see both advantages and disadvantages to teaching in these 
diverse contexts, something that should be emphasized in TEFL courses. Furthermore, 
the low standing of the field in English-speaking countries should act as a catalyst for 
ESL teachers to try to improve their working conditions. 
 
Raising Cultural Awareness in EFL, Andrew Reimann 
        In the pursuit of creating practical language learning methodologies tailored more 
towards learners goals, needs and potential experiences in the real world, task based 
learning has been at the forefront in developing and promoting essential skills. 
Considering that the environment in which most language learners will be 
communicating in the future is becoming increasingly more intercultural and diverse, 
language tasks should reflect this by focusing on developing the skills required for 
navigating and understanding these new and unfamiliar contexts. 
        Although intercultural communicative competence has been considered an 
important goal of EFL for some time (Kramsch 1993, Byram 1997) many of the methods 
and materials used to train learners or raise cultural awareness, are limited in scope to 
learning about culture rather than learning from culture (Widdowson 1998b). Materials 
tend to provide irrelevant and largely trivial snapshots of cultural knowledge and tasks 
and methods often fail to actively engage learners or promote skills required for 
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negotiating meaning. According to Willis (1996b: 53) an appropriate classroom task is ‘a 
goal-oriented activity in which learners use language to achieve a real outcome.’ Willis 
also suggests that language use in tasks should reflect language use in the outside world. 
However, language use in the outside world is quite ambiguous and activities and tasks 
based on predetermined or structured scenarios tend to miss the nuances and subtleties of 
meaning negotiation, essential to accurate and successful communication. Nunan 
similarly states that, a task “… is a piece of classroom work which involves learners in 
comprehending, manipulating, producing, or interacting in the target language while their 
attention is principally focused on meaning rather than form” (Nunan, 1989a: 10). As 
such, according to Nunan, a language learning task is an activity that has a non-linguistic 
purpose or goal with a clear outcome and that uses any or all of the four language skills in 
its accomplishment by conveying meaning in a way that reflects real-world language use. 
        Although this approach is practical on a local or classroom level, the problems 
which persist center more on what exactly constitutes real world language use and how 
meaning can be created or negotiated through a common target language between people 
of totally different backgrounds and communication styles in unfamiliar contexts, where 
even basic common sense, values and perspectives are in a perpetual state of flux? 
Acquisition of these skills requires a refocusing of goals and ideas communicative 
competence. Ali Shehadeh (2005) concludes that “What is needed, therefore, is an 
approach to L2 learning and teaching that provides a context that activates language 
acquisition processes” (p.14). However if such contexts are indeed constantly changing 
and unpredictable, how can they be reproduced in a classroom or structured language 
learning environment for the purpose of practicing tasks in order to acquire real world 
skills?  
        Widdowson (1998b:331) asserts that learners cannot be rehearsed in patterns of 
cultural behaviour as these are too unpredictable and cannot be reproduced in the 
classroom. However, he also suggests that the classroom context is a community with its 
own cultural reality and conventions and that this offers a unique environment in which 
language and culture are not just learned but learned from. Tasks more representative of 
the real world can then be integrated into the classroom as a methodology which will “. . . 
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provide for communicative competence by functional investment. Engaging the learners 
in problem-solving tasks as purposeful activities but without the rehearsal requirement 
that they should be realistic or 'authentic' as natural social behaviour. These tasks should 
then be systematically linked to the things learners need to do in the real world, 
incorporate what we know about the nature of successful communication, and embody 
what we know about second language acquisition.” (Widdowson,1987:71) Similarly, 
Bygate (1987) suggests that through oral interaction routines or tasks, such as an 
interview or a dinner party, in which participants are constantly negotiating meaning, 
learners are able to practice skills such as evaluation, explanation, justification, 
predication, and generally learn how to manage interaction in terms of who is to say what, 
to whom, when and about what.  
        Addressing the lack of a clear intercultural pedagogy, Byram (1997) proposed that 
“…learners need to see their role not as imitators of native speakers but as social actors 
engaging with other social actors in a particular kind of communication and interaction 
which is different from that between native speakers.” (Byram, 1997:21). Byram’s model 
provides that the ultimate goal of language teaching should not be a native speaker but an 
intercultural speaker. In addressing the requirements for an intercultural speaker, Byram 
(1997) proposed a comprehensive model of intercultural communicative competence 
geared towards developing both culture-specific and general knowledge and skills for 
learning about, becoming involved in and successfully negotiating intercultural 
communicative interactions. This model consisted of five “Savoirs” (knowledge, ability 
and skills required to participate in communication in any context) including: knowledge 
of self, others, individual, society and interaction, skills of interpreting and relating, 
political and critical cultural awareness education, skills of discovering and interacting, 
expanding attitudes by reflecting, relativiseing self and valuing otherness. 
        In order to put this into practice and help learners to acquire this range of real 
world skills needed for negotiating meaning and communicating in ambiguous, 
unfamiliar and evolving environments, a critical and autonomous task based approach is 
required. Applying an ethnographic methodology using participant observation and 
critical inquiry, learners are able to engage real world language and culture, pursue 
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relevant and meaningful goals and develop communication skills and strategies such as 
critical thinking, evaluation, flexibility and tolerance for differences that will prepare 
them to communicate at an intercultural level. The following describes an ethnographic 
task based, approach to developing intercultural communicative competence and an 
increased sense of cultural awareness, incorporating Byram’s “Savoirs” as part of a basic 
EFL training curriculum. 
 
Haiku Teaching Methodologies and Learning Strategies, David McMurray 
        Does the longer writing, the term papers and graduate theses written by our 
students of English as a Foreign Language need to be written originally in English? There 
are few Japanese authors resident in Japan who author literature in English. The Japanese 
penned by good authors is translated into English. The literature written by Lucy Maud 
Montgomery, for example Anne of Green Gables, became popular in Japan only because 
it was translated into Japanese. In shorter forms of poetry, however, translations by other 
than the original writer inevitably fail. Poetry is most successful in the language it was 
originally written in. A Japanese person composing a haiku in English, tends to be more 
successful at getting the piece of literature published and is more likely to win in a 
contest if it was first written in English.  
        Students in my classes do not feel they own English by simply using the language. 
They need to have a measure of pride in what they are saying or writing in English, to 
feel they own it as a foreign or second language. Winning a haiku contest or having a 
haiku published in an international newspaper can provide this measure of pride. In 
addition, Japanese learners of English need role models to encourage identification with 
the foreign language. This is why I select and edit haiku poems composed in English for 
a column that appears bi-weekly in the International Herald Tribune Asahi Shimbun. 
Many are written by Japanese haikuists. Others are written by poets from various 
countries, currently resident in Japan. Readers learn about other cultures from these 
multicultural poems. The following poem by Satoru Kanematsu, an English teacher in 
Nagoya, appeared in the November 17, 2007 Asahi Haikuist Network column. 
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Than new rice 
nothing tastes better 
I’m Japanese 
 
        Haiku is the shortest form of poetry in most languages of the world. Haiku in 
English is taught as a subject at the elementary, high school and university level in 
Canada, the UK and the US. Haiku in English courses are taught at universities in Japan. 
The form of haiku in English, three short lines of unrhymed poetry that includes a 
seasonal reference, is readily understood by students who know the similar Japanese form 
of haiku. Haiku therefore provides a form for intercultural communication. A question to 
check on whether a student haikuist has reached a level of communication competence in 
their work is: “Can the haiku be understood around the world?” Once the meaning of the 
haiku can be understood, then it can also serve as a medium of multi-cultural content 
from which cultural awareness can be learned. 
        There are different teaching methodologies currently being employed by teachers 
of haiku in English. Haiku is literature. Haiku can be communicative. Haiku can be 
translated. Haiku can be drilled. Haiku can be appreciated and creatively composed. 
Haiku is meant to be spoken and listened to, but it is more often read and written. The 
brevity of haiku lends itself to email and Internet learning. In the same manner that 
teachers employ games, crossword puzzles, rhymes, metaphors, and simile as important 
techniques and parts of classroom exercises, so too is the use of haiku. 
        To encourage interaction between the JALT conference panelists and the audience, 
participants were encouraged to put pen to paper at the end of the brief autumn lecture on 
haiku by giving them the following three lines of verse, a hokku to read and link to. 
 
Shining black eyes 
A lobster pulled from the sea 
Sees the winter moon 
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The Clash of Education Cultures, Gregory V. G. O’Dowd 
        As can be seen by international comparisons of academic performance, not all 
students are made the same; culture-bound educational approaches and experiences 
determine how students’ academic abilities are nurtured and developed. However, many 
of the innovative educational plans and programs enacted over the past few decades by 
teachers, school administrations and even the Education Ministry in Japan have 
unfortunately been based on incorrect assumptions about students’ academic abilities. It 
is therefore naive to think that successful academic programs can readily be transferred 
from a foreign education-culture into Japan’s education-culture without considering the 
pitfalls arising from student academic and cultural differences.  
        One of the primary problems is that high-school education in Japan is still 
oriented toward university entrance examinations and little, if any, time is spent 
developing the abilities and attitudes required of adults, such as abilities to debate, to read 
and comprehend, to think scientifically and logically, and to collect and analyze 
information. Of course, many of the past innovations introduced into educational 
programs were aimed at addressing this imbalance but were short-circuited by local 
teachers or school administrations because the goalposts themselves (university entrance) 
did not change. Now, with entrance exams getting easier at many universities thanks to a 
falling birth rate, education at all levels -- not only in elementary and high school but also 
in university -- should be reoriented with stronger emphasis placed on developing 
students academic abilities. 
        O’Dowd’s monitoring of the implementation of a new Problem-based Learning 
(PBL) program into his university’s curriculum revealed how many of the assumptions, 
upon which the new approach was based on (from an Australian model) did not hold true, 
or were very shaky, when transplanted into the Japanese university context. In particular, 
the simple assumption that “copying” this new teaching approach from overseas would 
be a recipe for instant success soon floundered after implementation. The crucial aspects 
that should have been examined include: 
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ˁStudent issues such as their ability to cope with a different learning style, paucity of 
learning strategies, different expectations from those of the Administration, and later, 
lack of preparation for new teaching methodologies. 
ˁTeacher issues such as lack of training due to budget pressures, time constraints, 
inexperience in and distrust of new teaching methodologies, insufficient support in 
implementation, and pressure from Administrations to produce the required results, 
ˁ Administration issues such as budgetary constraints, pressure to modernize, 
insufficient resource allocation in preparation, increased tensions and discontent within 
teaching staff, and student dissatisfaction, and 
ˁPost-implementation questions such as how the program was to be monitored, assessed 
and evaluated, what the mechanisms would be to foster program development, and how 
problem areas would be addressed and resolved. 
        Therefore, before the introduction of any new teaching methodology or approach 
from a different education-culture, a realistic assessment of the factors that make it 
successful in the first education-culture needs to be made. Then, the Japanese context 
must be analyzed to determine the “fit” and what issues need to be addressed before 
implementation to optimize results and reduce friction arising from the clash of 
education-cultures.  
 
Speaking Pedagogy, Alastair Graham-Marr                       
        It is not my intention to put forth an exhaustive list of skills that we as teachers 
need to present to our students. For those interested in a more comprehensive treatment 
Brown’s (2001) Teaching by Principles, An Interactive Approach to Language Pedagogy 
provides readers with a fairly comprehensive breakdown of language skills into their sub 
skill components. For our purposes we can note that some of the speaking skills that 
merit classroom time include: 
• fluency 
• phonological clarity 
• strategies 
• being able to produce chunks of language 
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• appropriacy (register etc.) 
• understanding elliptical forms 
• use of other cohesive devices etc. . . .  
Fluency 
Fluency is an important part of speaking and includes the following: 
• the ability to use language spontaneously 
• the ability to listen and comprehend spontaneously 
• the ability to respond spontaneously 
• the ability to compensate for any lack in any of the above 
        As such fluency activities do not seek to enhance student understanding of the 
language system but rather seeks to improve the speed and efficiency with which students 
access their language system knowledge. It entails getting students to use language they 
already know. It entails getting students to use language that they are already well 
familiar with. Fluency work entails getting language to become “automatic”.  
A Look at Strategies: 
        Communication strategies include the following: 
• confirmation strategies 
• compensation strategies 
• control strategies 
• involvement strategies 
        In addition to the reasons given above for explicit language teaching, there are 
also noteworthy cultural reasons for speaking strategies to be made explicit; namely that 
strategies can sometimes contradict our student’s own L1 speech conventions. There is a 
kind of L1 “strategic interference”. Ideas such as turn taking, politeness, appropriacy and 
so on are language specific and some of the second language strategies we often advocate 
can be at odds with L1 speech conventions.  
        When teaching the skills of listening and speaking, it is important that we not 
focus exclusively on the teaching of the language system, but also give over class time to 
the teaching of skills, how the students use their knowledge of the language system and 
that this should be done explicitly. Additionally class time needs to be allotted for 
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practice where students can work with known language, where they can experiment with 
language and also just get practice in such a way that their known language begins to 
become automatic. 
 
Conclusions 
        This short collection of perspectives has endeavored to provide a glimpse of the 
diversity of methods, and approaches in the field of EFL. Considering the differences in 
contexts, needs and goals it is important that teachers as well as students are flexible and 
open to innovation and discovery as fundamental components of learning and 
development. In an age were travel, economy, communication and information exchange 
are truly global, cross cultural awareness is of relevance and importance to everyone. It is 
inconceivable that anyone will go through life anymore without having to use a foreign 
language or interact with persons from a foreign country or in an international arena. 
Those who have not had the privilege to learn about or experience different cultures will 
be at a great disadvantage in facing a world, which is constantly shrinking and becoming 
more intertwined. It is every teacher’s responsibility to prepare students for this world, 
which they will encounter in the future, not just through teaching subject matter, but also 
by acting as a role model and demonstrating essential life skills such as compassion, 
sharing, tolerance, patience, mutual respect, critical thinking, a thirst for knowledge and 
the desire and ability to shed the bonds of ignorance. These skills and qualities will 
ensure students an active role in shaping a harmonious and unprejudiced future, where 
success will ultimately be measured by the extent to which they can become well rounded, 
global citizens. 
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